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Abstract 
The purpose of this study is to investigate the effects of collaborative reflection on two EFL teachers to explore teaching with a 
view of solving various problems in their language classes.  It’s assumed that during the process of collaboration, participants
develop new strategies to deal with different problems in their language classrooms.  Particularly, the dialogue between teachers
extends their beliefs about language teaching and learning emphasizing the importance of sharing knowledge in professional 
development (Akyel, 2000; Kraft, 2002).  To examine this hypothesis, two EFL teachers working at the preparatory school of an 
English-medium Turkish university in Istanbul, Turkey volunteered to participate in this study.  The data came from three 
qualitative research methods: a) observers’ field notes, b) electronic journals and c) notes from the teachers’ dialogues.  The
results revealed that collaborative reflection might have positive effects on EFL teachers’ instructional practice and enhance 
teacher dialogue. 
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1.  Introduction 
Research into teacher education has concentrated on the effects of collaborative reflection on individual teaching 
practice (Freeman, 1989; Davydov, 1995; Seaman et al., 1997; Akyel, 2000; Kraft, 2002).  Reflection is defined as 
an  active, intellectual thinking for monitoring one's own learning activity and process, and a continuous internal 
activity of exploring oneself for new learning.  Throughout this internal activity, learners make their thinking more 
concrete and enriched (Kim & Lee, 2002; Zeicher & Liston, 1996). Reflective activity is a type of process not 
limited to individual, internal exploration, but includes the social aspect of learner-learner interaction often referred 
to as ‘collaborative reflection’. Freeman (1989) argues that two individuals must collaborate in order to generate 
some form of change in the teacher’s decision making based on knowledge, skills, attitude and awareness.  
According to Davydov (1995), only through collaboration teachers can identify ways to improve the effectiveness of 
upbringing and teaching.  After collecting a certain amount of experience through collaborative work, teaches 
should create a strategy for its further development and ways to maintain it for the future. 
Seaman et al. (1997) claim that teachers should be given a professional mentoring program which is practical, 
supportive and safe in which teachers feel willing to experiment and risk making mistakes.  Collaborative dialogue with 
peers, mentors, researchers or supervisors, provides teachers with an opportunity to reflect on their individual practices. 
     Akyel (2000), in her study, indicates that during the collaborative reflection teachers have an opportunity to 
examine their teaching practice and deconstruct or transform their existing believes.  Through this expanded 
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     Kraft (2002) also focuses on collaborative reflection recommending that it creates the conditions where educators 
learn about their practice, by talking about their experiences, becoming aware of their assumptions and expectations, 
questioning these assumptions and revising their perspectives. 
Parallel to previous research, the present study aims to investigate the effects of teacher collaboration on 
professional development, which is an important area in TESL/TEFL contexts since it provides teachers with 
opportunities for their personal and professional growth. 
2. Methodology 
The research conducted in this study is based on a pilot project regarding the effects of collaborative reflection on 
two EFL teachers to explore teaching with a view of solving various problems in their language classes.  The 
following research question was addressed: Does collaborative reflection aid in EFL teachers’ instructional practice?  
2.1 The Setting 
The present study was conducted at a preparatory school of an English-medium Turkish university in Istanbul, 
Turkey.  There were 26 teachers in this school, 10 native speakers of English (6 males/4 females) and 16 Turkish 
EFL teachers (7 males/9 females).  The average teaching experience was 5 years. 
I am also a teacher at this university who has been teaching English for 8 years.  For the purpose of this study, I 
decided to arrange a meeting with 4 of my colleagues and provide some details.  I told them that the participation 
was voluntary and that any change would be initiated by them.  Although all four of my colleagues were excited 
about the project, due to their loaded schedules, only two were able to participate in this pilot study. 
2.2 Participants 
One of the participants (Z) was a 30-year-old female native Turkish-speaker who had 6 years of teaching 
experience whereas the other participant (S) was a 35-year-old female native Turkish-speaker with 7 years of 
teaching experience.  Both Z and S were offering a reading course, 6 hours per week to Intermediate level students 
at the preparatory school.  The primary aim of the course was to prepare students for their academic studies by 
providing them with the necessary reading skills and strategies, and building up their vocabulary. 
When I introduced the term ‘collaboration’ to two of my colleagues, I understood that they had little experience about 
the effects it might have on the language teaching and learning.  They thought that they were the only ones to cope with 
any problems in their classrooms and tried to provide effective solutions.  However, once the idea of ‘collaboration’ was 
introduced, they found it very interesting and stated that they would be willing to participate in this study.   
3. Data Collection Instruments and Procedure 
For the present, data came from the following three qualitative researcher methods: 
3.1 Observers’ Field Notes 
I kindly asked two of my colleagues to observe each other’s lesson 2 hours per week during the 5 weeks of data 
gathering process.  The focus areas were decided by the researcher and the participants before entering the class.  
Notes were taken about the general class atmosphere and problem solving strategies each teacher used to cope with 
various problems in the classroom. 
3.2 Teachers’ Journals 
Both teachers kept an electronic journal on their beliefs and thoughts with respect to the scope of the study.  They 
wrote about any event they found interesting during the courses, and shared their experiences with each other.  
Besides, the participants had their own MSN Messenger space where they had free access to keep their journals. 
3.4 Notes from the Teachers’ Dialogues 
The teachers met with the researcher once a week to talk about different experiences observed during the reading 
courses. They shared ideas, expressed beliefs, provided solutions to specific problems and also reflected on the 
awareness of their practice, they find out new strategies to deal with their problems and initiate changes in relation 
to their teaching behaviors. 
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4.  Data Analysis 
To answer the first research question, the data came from teachers’ electronic journals and the observers’ field 
notes.  For the second question, the notes from the teachers’ dialogues were investigated. 
5.  Results
5.1. Z’s Case 
Z was teaching reading to 16 Intermediate level students trying to introduce different reading skills and strategies, and 
build up their vocabulary knowledge.  The students were so eager to learn and enjoyed reading different passages.  They 
were actively involved in the lesson and paid great attention to everything the teacher said.     However, the students were 
so good that Z covered all the required materials before her colleagues, which caused her to have some extra time in the 
classroom and struggled with this problem.  In other words, she was not sure about the effective problem solving strategy 
she could employ in her class.  She stated her opinion in the journal as following:  
     My students are so motivated to learn that I usually finish all the required materials before other ESP teachers.  I  
     sometimes have 2 or even 3 hours extra hours and I really get confused about what I can to fill in this gap.
     (September, 3, 2009, electronic journal) 
     As indicated in the excerpt below, Z decided to solve this problem by preparing some extra materials for her 
students.  She believed that engaging her students in some follow up activities would help to solve this problem: 
I believe I should provide my students with extra activities in order to help them revise what was covered during 
the week.  This would provide them with extra practice and I would benefit from such study by spending more time 
on the subject mater taught in the lesson. (September, 9, 2009, electronic journal)
      Nevertheless, later on Z realized that her students were getting bored by doing some extra activities and started 
complaining about the extra work.  She felt uncomfortable and decided to share this problem with her colleague, S 
who provided the following solution: 
Z mentioned about her problem which surprised me to hear that we still have such hardworking and intelligent
      students in our classrooms.  After observing her class, I thought that instead of asking students to do some extra  
      activities, she could assign them a project to work on related to the reading passage they read during the week.
     For instance, if the students read about the Binbirdirek Cistern, Z could ask them to search for some similar  
     historical places and present their subjects to the rest of the class.  This will help students get actively involved in
     their own learning by investigating certain topics and sharing it with their peers (September 19, 2009, notes on  
     teacher’s dialogue). 
After S’s suggestion, Z asked her students to search for parallel topics they covered in the reading course, and 
share them with their peers.  She was very happy when she found out that her students loved the idea and they were 
so willing to exchange ideas in the classroom. 
Considering Z’s case, it can be concluded that her basic drawback was that she tried to cope with this problem without 
referring to her students’ learning needs and interests.  She believed that preparing some extra activities would fill in this gap
and appeal to her students.  However, after her dialogue with S, Z changed this strategy by actively involving her students in 
the learning process referring to their learning needs and interests.  Rather than asking them to work on some extra materials,
she preferred to engage them in more authentic and meaningful activities.  The students were searching for information on 
certain topics and exchanging their ideas with their peers.  The following excerpt illustrates her point: 
     I never thought that my students would like standing in front of the class, presenting certain topics they searched
     on the Internet.  They felt as if they were the teacher in the class and had great fun (September, 28, 2009) 
5.2 S’s Case 
As for the second case, similar to Z, S was offering reading to 20 Intermediate-level students.  Her students were 
studying hard but they used to lose concentration frequently in the lesson.  They complained about the activities 
following the reading passages and got bored easily.   S tried to cope with this problem by asking them to listen to 
her carefully and not complain, but they students kept on doing the same thing. 
After discussing the problem with Z and observing her reading course, S decided to adapt the activities following 
the reading texts.  She went over each activity and prepared new ones in relation to her students’ learning needs and 
interests.  In her journal she wrote: 
impressions of the collaborative talk related to the classroom instruction and the importance of teacher dialogue during 
language teaching and learning. 
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     activities as puzzles, projects and games.  This would increase their concentration and help them enjoy the lesson  
     as well (October, 3, 2009, electronic journal). 
     As in Z’s case, S focused on her students’ learning needs and interests by engaging them in more meaningful and 
interesting tasks.  She stated: 
     At last, all students have been actively involved in the lesson.  They are more willing to participate and are eager
     to learn.  They seem excited and happy as well.  I think I have started enjoying this class (October, 10, 2009). 
     Considering the second case, it is obvious that she had some participation problems with her class, and the 
possible reason was the handouts prepared by the material office.  They did not appeal to her students’ learning 
needs and interests.  Nevertheless, discussions with Z helped her adopt a more effective problem solving strategy by 
preparing more meaningful and interesting tasks.  In her journal, she stated:  
     It’s a great feeling to see that your students appreciate what you have prepared for them.  You are the one who  
     knows what they really need and it is really worth trying to help them during their learning process (October, 11,     
     2009, journal). 
6. Discussion and Conclusion 
Based on the findings of the two cases, during the collaborative reflection both participants examined their own 
instructional practice and tried to discover new ways to appeal their students’ learning needs and interests.  The nature of 
collaborative reflection was descriptive.  The participants described their own teaching contexts, shared their own 
knowledge and experiences, and provided effective solutions to cope with various problems in the classrooms.   
The participants in this study had an opportunity to analyze their instructional practice towards language teaching and 
learning during the process of collaboration, which raised their awareness of discovering new teaching strategies and 
behaviors.  The results of the present study are parallel to earlier studies on collaborative reflection providing teachers with
new possibilities to discover solutions to different problems and understand their own instructional practice (Akyel, 2000; 
Glazer, Abbot & Harris, 2000; Pennington, 1992).  As in most TESL/TEFL contexts, teachers have little chance to 
collaborate with each other.  They are usually all on their own, trying to deal with thousands of different problems in their 
classrooms.  However, collaboration is necessary as pointed out by Akyel (2000), since it helps teachers to develop the 
requiring skills to discover their own teaching or that of others, and to examine the results of their practice.   
According to Glazer, Abbot and Harris (2000) collaborative reflection helps teachers to improve their practice as 
professionals, and discover and develop their unique professional stances. In other words, it provides teachers with the 
opportunity to be able to join learning with teaching, since it is a good example of learners working with one another 
collaboratively and cooperatively to resolve problems and address issues that arise during the typical school day. 
As Pennington (1992) concludes in his study, such job enrichment approaches to language program management 
has an important by-product for the ESL field enlarging the definition of ESL work, increasing the scope, 
complexity, creativity, challenge and level of skill to perform in an ESL job. As long as there is a positive and 
friendly atmosphere, mutual trust and understanding among peers, mentors, researchers or supervisors, teachers can 
realize their potential as a part of their professional development. 
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